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Abstract
This article reports the results and reflections of an analysis of the EFL textbook provided by the Ministry of 
Education of Chile to all 11th graders in public and subsidized schools. The objective of this article is to identify the 
type(s) of comprehension developed in the listening comprehension section. In order to achieve this, a descriptive 
quantitative study was carried out which consisted of the design and application of a checklist developed based on Day 
and Park’s (2005) taxonomy. Four different experts analyzed the textbook reaching 92.3% of agreement. The results 
show that the there is no clear progress across the units and that the vast majority of the tasks aim at comprehension 
at the surface level. This indicates a superficial treatment of listening in the textbook, which reduces the opportunities 
to develop it in depth.
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Resumen
Este artículo reporta los resultados y reflexiones de un análisis del libro provisto por el Ministerio de Educación de 
Chile a todos los niveles de 3ro medio en escuelas públicas y subvencionadas del país. El objetivo de este artículo es 
identificar los tipos de comprensión desarrolla en la sección de comprensión auditiva. En línea con el objetivo, se llevó 
a cabo un estudio descriptivo cuantitativo, el cual consistió en el diseño y aplicación de un instrumento que permitiese 
clasificar las actividades de comprensión auditiva según el tipo de comprensión que desarrollaban según la taxonomía 
de Day y Park (2005). Cuatro expertos aplicaron el instrumento alcanzando un 92,3% de acuerdo. Los resultados 
muestran que no hay un progreso claro a lo largo del libro, lo cual reduce significativamente las oportunidades de 
incrementar la percepción de la comprensión auditiva como una habilidad activa y desarrollar la comprensión en 
profundidad.
Palabras clave: análisis de texto escolar, comprensión auditiva, taxonomía para la comprensión
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Introduction
People spend most of their waking hours 
engaged in some form of communication. Listening, 
in particular, is the skill one spends most of the time 
using. In fact, about 50% of the time is spent on 
decoding and processing auditory input (Gilakjani 
& Ahmadi, 2011). Likewise, language learners 
nowadays are much more exposed to this type 
of input in the form of songs on Spotify or videos 
on YouTube, among many others (Vandergrift, 
2007). Although EFL learners may not have many 
opportunities to speak, read, or write in English, they 
seem to have more chances to put their listening 
skills to use. This increases students’ interest in 
the skill, the responsibility that teachers have with 
developing it appropriately, and the attention 
researchers pay to the nature of this skill.
Research on listening comprehension has 
focused on varied aspects, such as affective 
factors (Gilakjani & Ahmadi, 2011; Lili, 2015; Xu, 
2011) strategy use (Moradi, 2013; Vandergrift, 
2004), sub-skills (Brown & Abeywickrama, 2010) 
and the use of ICTs (Cárdenas-Claros & Gruba, 
2014; Gruba, 2006). The results of this and similar 
research have changed the traditional view of 
listening comprehension. Within the traditional 
perspective, listening would be perceived as a 
passive, receptive Skill developed through listen-
and-repeat methods. Currently, methodologists 
suggest activities that involve bottom-up and top-
down processes that highlight the active nature of 
listening comprehension (Lynch, 2009; Rost, 2011; 
Rost & Wilson, 2013). Following this trend, teachers 
may implement communicative tasks, in which real-
life situations are simulated (Vandergrift, 2004).
This shift should prompt teachers to help students 
to interact with texts and construct meaning actively, 
so that they can develop higher-order thinking skills, 
such as critical thinking (Aloqaili, 2012; Echeverri 
& McNulty, 2010; Hosseini, Khodaei, Sarfallah, & 
Dolatabadi, 2012). To accomplish this, teachers are 
supposed to either design activities that aim at this 
goal or use textbooks that contain effective tasks, that 
is, tasks that stimulate students to make inferences, 
assess information, and express their opinions rather 
than just decode a text at a surface level.
Unfortunately, in Chile the methodologies and 
materials that teachers have been using do not 
seem to be achieving the expected results. Since 
2010, Chile has incorporated into their national 
standardized tests the English SIMCE (MINEDUC, 
2012). Two internationally validated instruments 
have been used at different times as the English 
SIMCE: the TOEIC Bridge test and, later, the KET 
exam. Through these instruments, the Ministry of 
Education has assessed the reading and listening 
comprehension skills of Chilean students in 11th 
grade across the country. The results reveal that 
public and subsidized schools score significantly 
lower than private schools (Agencia de Calidad de la 
Educación, 2013, 2015). Consequently, it becomes 
important to identify factors that may be hindering 
the development of these skills in publicly funded 
schools within the country. One of these factors is 
the textbook used by the teachers.
Currently, the prospering market for textbooks 
has helped teachers count with many options from 
which to pick the most suitable material to use in their 
classes. However, in Chile, the government provides 
publicly funded schools with particular textbooks. In 
light of this, it is important to evaluate the quality of 
the textbooks that are being provided to teachers 
and used to develop most students’ linguistic skills. 
Additionally, studying how these textbooks help 
students improve their listening comprehension is 
particularly important considering the studies that 
have shown that listening plays a crucial role in the 
development of other skills (Rost, 2011; Vandergrift, 
2007) and the low scores public and subsidized 
schools get in the SIMCE (Agencia de Calidad de la 
Educación, 2013, 2015).
The present article has the objective of 
identifying the types of comprehension developed 
in the listening tasks in the EFL textbook provided 
by the Ministry of Education to 11th graders in 
publicly funded schools. The organization of this 
article is the following: First, the article presents 
models of listening comprehension and Day and 
Park’s proposal of types of comprehension. Then, 
the paper accounts for the methodology used to 
carry out the research. Next, the results of the 
investigation are presented and discussed. Finally, 
conclusions regarding the study and the role of EFL 
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textbooks in developing listening comprehension 
are shared.
Literature review
Listening Comprehension: Information 
Processing
Listening comprehension has been approached 
in different ways depending on the pedagogical 
approach employed by the teacher. For example, 
under the audiolingual method teachers would use 
repetitive drills to increase students’ understanding 
of formulaic expressions based on the patterns and 
grammatical structures the teacher was focusing on 
(Harmer, 2007). On the contrary, a teacher following 
the principles of communicative language teaching 
(CLT) will be interested in encouraging students to 
listen for meaning while either interacting with a 
classmate or listening to a recording (Flowerdew 
& Miller, 2005). One way of prompting students to 
interact with the recording in a meaningful way is 
through comprehension questions, which may lead 
to further discussions. In other words, questions 
that move the listeners from psycholinguistic to 
psychological concerns (Lund, 1990). In connection 
with this idea, comprehension questions have 
gained relevance since they allow teachers to focus 
on meaning-making and promoting high-order 
cognitive skills related to inference and critical-
thinking (Danaye, Tahriri, & Haghighi, 2015; Fahim, 
Barjesteh, & Vaseghi, 2012).
In order to explain how a hearer can go from 
perceiving and recognizing sounds to understanding, 
analyzing, and commenting on information, 
researchers have proposed different models. 
Edwards (2007) presents an example of one of these 
models. The author explains that listening occurs 
in the interaction of two separate but connected 
levels: auditory periphery and cognitive levels. This 
bottom-up model acknowledges the importance 
of not only transducing linguistics signals, but 
also making connections between the information 
heard and other factors, such as contextual clues 
and linguistic information already stored in the 
brain in order to react accordingly to the input. 
Consequently, there would be four stages in this 
process: 1) hearing (transducing acoustic signals 
to physiological information); 2) listening (selecting 
information consciously); 3) comprehending 
(interpreting contextual, grammatical, and linguistic 
information); and 4) reacting (storing, reasoning, 
and responding). This last phase clearly emphasizes 
the interactive nature of the whole process and the 
active role of the listener when processing the input.
Geranpayeh and Taylor (2013) present a more 
complex model which has been used as theoretical 
support for the creation of Cambridge exams. This 
model identifies in a manner similar to Edwards’ 
(2007), two different levels of processing: lower-level 
processes and higher-level processes. The former 
includes the phonological, lexical, and syntactic 
knowledge which account for the processing that 
occurs from input decoding to syntactic parsing. 
The latter involves the pragmatic and external 
knowledge, which allow the hearer to recognize 
intentions, monitor input processing, and build 
discourse representation among others.
Clearly, both models of listening comprehension 
go well beyond superficial understanding of 
information. Edwards (2007) explicitly states the 
importance of considering reacting to information as 
part of the processing of auditory input. To do this, 
going beyond surface level understanding is indeed 
fundamental. Moreover, the need for overcoming 
surface level understanding is noticeable in 
Geranpayeh and Taylor’s (2013) proposal as they 
mention the need for understanding listening as 
the development of not only basic decoding skills, 
but also higher-level processes. Therefore, helping 
students develop their listening comprehension skill 
entails fostering processing that involves higher-
order cognitive skills.
From Listening Comprehension to Types of 
Comprehension
Comprehension can be defined as the process 
of constructing meaning “by interacting with text 
through the combination of prior knowledge and 
previous experience, information in the text, and 
the stance the reader takes in relationship to the 
text” (Pardo, 2004, p. 272). Although most authors 
have worked with comprehension linked only with 
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the reading skill, many have studied connections 
between reading and listening that link both 
linguistic processes and their roles in developing 
comprehension (Gough & Tunmer, 1986; Hogan, 
Adlof, & Alonzo, 2014; Uppstad & Solheim, 
2011). These investigations have led to proposals 
that offer captivating links between the skills and 
comprehension.
A classical model that accounts for this 
connection is the simple view of reading (SVR) 
model (Gough & Tunmer, 1986). This model 
asserts that reading comprehension is directly 
related to a person’s word recognition and 
listening comprehension abilities. Further research 
has elaborated on this asserting that listening 
comprehension is a dominating influence on reading 
comprehension beginning elementary education 
(Hogan, Adlof, & Alonzo, 2014). Furthermore, 
although the SVR model may not be considered 
appropriate as a resource for informing teachers’ 
methodological decisions (Uppstad & Solheim, 
2011), it still accounts today for the importance 
of listening as part of the development of higher-
order thinking skills that come from comprehension 
even when compared to more current alternative 
theoretical models. In this light, it may be stated that 
the main difference between reading and listening 
in terms of comprehension is not the cognitive 
process itself but the nature of the input. Some of 
these factors may be the speakers’ accents, rate of 
the delivery, possible environmental noise, and the 
ephemeral nature of listening (Buck, 2001).
Concerned about dealing with the concept of 
difficulty in listening tasks, Lund (1990) created 
a taxonomy that attempted to overcome this 
challenge. In this taxonomy, the researcher assumed 
listening to be function-oriented; therefore, there 
were limited purposes that listening could serve in 
the real world: identification of linguistic features, 
orientation (determining essential facts), main idea 
comprehension, detail comprehension (specific 
information), full comprehension (distinguishing the 
whole text function from specific strategies used at 
different moments of the message), and replication 
(reproducing the message). Even though this effort 
is valuable and reflects the relevance of scaffolding 
comprehension, it has at least two weaknesses. 
First, it does not seem to recognize the importance 
of listeners taking a stance regarding the text in a 
way in which they can connect the information 
presented with their own prior knowledge and 
views. Furthermore, listeners’ responses seem to be 
equated with the format of the task, for example, the 
taxonomy considers if a full comprehension activity 
should ask the listener to select an alternative or 
create an outline about it.
Similarly, Day and Park (2005) highlight six 
different types of comprehension that teachers 
should be aware of when designing activities 
that aim at developing comprehension: literal 
comprehension, reorganizing, inference, prediction, 
evaluation, and personal response. In contrast 
with Lund’s (1990), this taxonomy considers the 
participation of the students’ cognitive processes, 
prior knowledge and interests in the comprehension 
process. For example, an ‘evaluation’ listening item 
would ask the student to assess the quality and 
relevance of the information presented in the text. 
Therefore, this taxonomy is in line with Pardo’s 
(2004) definition of comprehension as the active 
process of integrating prior knowledge with the 
text, which should lead toward taking a position 
on it. Even though this taxonomy was prepared for 
analyzing reading tasks, the similarities with listening 
tasks are evident; in fact, the classification is akin to 
others that have been designed for listening such as 
Lund’s (1990). Day and Park’s (2005) taxonomy for 
comprehension types will be presented in terms of 
listening comprehension.
a) Literal comprehension: This refers to the 
understanding of the “surface meaning of the 
text” (Day & Park, 2005, p. 62). For example, 
questions that guide the student to notice 
information explicitly stated in the recording, 
such as a date, a name, or any other piece of 
explicit information.
b) Reorganizing: This type of question helps 
students go beyond the identification of isolated 
words or phrases, by requiring the hearer to 
make connections among propositions. If the 
question leads students to put together two 
different pieces of explicit information to gain 
additional understanding, the teacher would be 
working with this type of comprehension.
Types of listening comprehension promoted
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c) Inference: This type of comprehension goes 
beyond literal understanding. It involves students 
“combining their literal understanding of the text 
with their own knowledge and intuitions” (Day 
& Park, 2005, p. 63). Researchers have usually 
classified inferences into two different types: 
local and global (Graesser, Wiemer-Hastings, 
& Wiemer-Hastings, 2001; McKoon & Ratcliff, 
1992; Smith & Hancox, 2000). Local inferences 
refer to the process carried out at sentence 
level while global inferences are used to explain 
the process of creating mental representations 
related to overarching ideas about general 
themes or morals, among other intentions 
underlying the text.
d) Prediction: Although one might associate this 
with pre-listening questions used to activate 
schemata to ease the listening comprehension 
process, this particular type of prediction alludes 
to questions asked after listening to the audio. 
For instance, it might involve the students in a 
creative process in which they are supposed 
to imagine what could happen next in the story 
based on what they have heard.
e) Evaluation: This type of comprehension points 
to the students’ cognitive capacity of assessing 
how useful the text is based on criteria usually 
established by the teacher. For example, how 
representative the aural text is of a particular 
genre or how relevant the information provided 
in a talk was.
f) Personal response: This stage involves a 
creative response from the students that moves 
them to interact with the text and get involved 
with it especially in terms of the topic. A question 
such as what aspects did you find interesting 
about the video? would foster this type of 
comprehension, which is necessary so that the 
students engage with the material in an active 
and meaningful manner.
This taxonomy emphasizes two important facts 
about comprehension. First of all, there are different 
types of comprehension. It makes explicit that a literal 
comprehension task is cognitively less demanding 
than a task that aims at students making inferences. 
As a result, the taxonomy highlights the scaffolding 
process as essential for developing comprehension. 
In fact, Day and Park (2005) state that “effective 
teachers and teachers in more effective schools are 
frequently observed asking higher level questions, 
questions that go beyond a literal understanding of a 
text” (pp. 64-65). Secondly, Day and Park’s proposal 
asserts that the tasks are just a means to an end, 
which is meaningful communication. Consequently, 
the tasks in textbooks or created by teachers should 
aim at heightening the active nature of the receptive 
skills “regardless of the level of comprehension or 
the form of the question, teachers and materials 
developers need to make sure that questions are 
used to help students interact with the text” (Day & 
Park, 2005, p. 67).
It is important to note that there are different 
tasks to assess comprehension beyond simply 
comprehension questions. Although simple 
formats work better to assess a particular type of 
comprehension, such as true or false activities for 
literal comprehension, there are no formats that are 
exclusively used with a specific type. The same true 
or false activity might be used to work on making 
inference or conclusions, for example. Therefore, 
when analyzing types of comprehension developed 
in a textbook, researchers should not find themselves 
analyzing only open-ended questions, but all tasks 
that attempt to help students develop their listening 
comprehension. After this analysis, one should 
be able to notice the underlying progression, 
which makes the scaffolding process evident, 
thus, highlighting that listening comprehension is 
developed in depth throughout the year.
Textbooks and the EFL Classroom
For the majority of students, the textbook used 
in their EFL lessons is either the sole or main source 
of linguistic input (Kim & Hall, 2002; Meurant, 
2010). Probably due to this fundamental role, the 
importance of textbooks has been a controversial 
matter. On the one hand, some EFL experts have 
argued that this material lacks flexibility and does not 
offer opportunities to promote reflection from the 
teacher (Litz, 2005). Additionally, investigators have 
complained about the lack of authentic material and 
the overall inadequacy of how language is presented 
(Grant & Starks, 2001) as well as the surface level 
with which they deal with cultural and gender 
representations (Bahman & Rahimi, 2010; Gómez-
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Rodríguez, 2015). On the other hand, researchers 
have stated that some of these problems have been 
overcome. Demir and Yavuz (2017), for example, 
claim that in the coursebook series Yes You Can, 
there were no indications of gender inequality, so the 
book could be a positive source of input regarding 
gender representations. Similarly, other authors have 
asserted that ELT textbooks are at the core of ELT, 
and that they are beneficial for students’ progress 
and engagement (Cunningsworth, 1995; Sheldon, 
1988). This disagreement has led to varied research 
on the role textbooks play in the EFL classroom.
Researchers have analyzed textbooks from 
myriad points of view. Among these, two main trends 
seem to emerge in relation to comprehension: 
the authenticity of the language and tasks used 
(Flowerdew & Miller, 1997; Ghaderpanahi, 2012) 
and the development of cognitive skills (Gökhan-
Ulum, 2016). Concerning the first issue, researchers 
have pointed out that the input provided for the 
students tends to differ from language students 
would be exposed to in the real world (Flowerdew & 
Miller, 1997) and that receiving authentic input could 
improve students’ development of the listening skill. 
In line with this idea, Ghaderpanahi (2012) showed 
that students who worked with a textbook that 
included authentic aural texts significantly improved 
their listening ability during a semester. Therefore, 
as long as teachers assumed the responsibility of 
modeling strategies and offering feedback, students 
should be able to face this type of input, which should 
bring about significant benefits. Unfortunately, 
this study did not offer a clear explanation of how 
comprehension was operationalized.
Regarding the second concern, Gökhan-Ulum 
(2016) has recently traced the development of reading 
comprehension in an EFL textbook using Bloom’s 
Taxonomy. The main finding of this study is that 
the questions used in reading activities only aimed 
at lower level cognitive skills. Thus, the textbook 
was not useful for the development of high-level 
cognitive skills due to its exclusive focus on factual 
knowledge and remembering information. In fact, 
the analysis indicates that the book did not scaffold 
the cognitive development of the students. Although 
this study outlines the relevance of paying attention 
to the cognitive development of the students, 
the taxonomy used is not the most appropriate 
instrument considering that Bloom himself stated 
that “ideally each major field should have its own 
taxonomy of objectives in its own language—more 
detailed, closer to the special language and thinking 
of its experts” (Anderson & Krathworhl, 2001, p. 
xxviii). For this reason, a taxonomy such as Day and 
Park’s (2005), which has been created for EFL in 
particular, should be more effective for the task of 
evaluating the activities in a textbook. The present 
study sought to use this taxonomy to analyze the 
types of comprehension in relation to listening 
developed in the textbook Global English.
Methodology
This investigation follows Stradling’s framework 
for textbook analysis (Nicholls, 2003). Stradling’s 
proposal aims at identifying weaknesses in a textbook 
so as to supplement it based on the educational 
context in which it is being used. His analytical 
framework consists of four categories: content (the 
coverage when contrasted with the curriculum), 
pedagogical value (whether it considers students’ 
prior knowledge, or whether it focuses only on 
memorization or skills development, etc.), intrinsic 
quality (if there is author bias or reductionism), 
and extrinsic factors (price, marketing strategies, 
etc.). The present research focuses specifically on 
the pedagogical value dimension since it allows 
the investigation to account for the development 
of comprehension. In this light, two main trends 
of textbook analysis attempt to account for the 
pedagogical value of a textbook. These include 
the focus on creating criteria to select appropriate 
textbooks, which could be considered prospective 
(Meurant, 2010; Rahimpour & Hashemi, 2011). The 
other option is the analysis and evaluation of the 
textbooks used in schools and universities, usually 
labeled as retrospective (Aghazadeh, 2015; Alemi 
& Sadehvandi, 2012; Kirkgöz, 2009; Sidek, 2012). 
This study is in line with the retrospective trend since 
it analyzes a textbook that is already being used with 
11th graders in most public and subsidized schools 
in Chile.
As for the retrospective analysis and evaluation 
of textbooks, researchers have taken two different 
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directions. The first consists of gathering the 
perceptions of people involved in the use of the 
materials (Alemi & Sadehvandi, 2012; Mohammadi 
& Abdi, 2012; Tok, 2010) through tools such as 
rating scales and questionnaires to later analyze 
the results using descriptive statistics. On the other 
hand, the other trend involves examining the nature 
of the contents included in the textbooks considering 
factors such as the difficulty of the textbook 
(Nozawa, 2010; Sidek, 2012). This investigation 
follows this second line of research. Therefore, it 
can be considered a descriptive quantitative study 
that aimed at determining the representativeness 
and distribution of the types of comprehension 
developed in the listening activities of the analyzed 
textbook.
The textbook chosen for this analysis is Global 
English. This textbook is provided by the Chilean 
Ministry of Education to all 11th graders attending 
subsidized and public schools across the country. 
The reason why Global English was selected for the 
analysis is that it plays a crucial role in the national 
curriculum. In fact, Chilean students in 11th grade 
are expected to sit for the only national standardized 
test of English, SIMCE (MINEDUC, 2012). In this 
test, students should achieve a B1 level of English 
according to the Common European Framework of 
Reference for Languages (Council of Europe, 2001). 
Therefore, the textbook should be coherent with the 
premise of developing comprehension beyond the 
surface level.
For the analysis of the listening tasks, Day 
and Park’s (2005) taxonomy was used as the 
theoretical framework to define the construct of 
listening comprehension. Based on this proposal, 
a checklist that included the operational definition 
for each type of comprehension was created. Four 
different experts in EFL teaching, who were trained 
in its use, applied this instrument to analyze the 
listening activities in the textbook Global English. 
As recommended in Grant and Davis (1997), all 
the experts were chosen based on their academic 
expertise and their experience teaching. The 
number of experts, although at the low end, exceeds 
the minimum expected (Rubio, Berg-Weger, Tebb, 
Lee, & Rauch, 2003) and is similar to what has 
been utilized in other studies in the field (Osman, 
Tuan Soh, & Mohamad Arsad, 2010; Sahari, Abdul, 
Selamat, & Yunus, 2009).
One week after a training session, the selected 
experts were sent a document containing all 91 
activities identified in the while you listen sections 
of the textbook. This decision was made based 
on the fact that before you listen and after you 
listen sections would include at times activities that 
were not related to listening comprehension itself. 
For example, most before-you-listen sections are 
used to activate prior knowledge or to introduce 
vocabulary (Figure 1). The experts proceeded to 
analyze independently each of the listening activities 
using the checklist and sent the results of their 
analysis back within a week. Out of the 91 activities, 
there was a total agreement in the classification of 
84 of them (92.3%). To solve disagreements, a focus 
group with the same educators was formed later. 
The focus group exchanged views until agreeing on 
the classification of the pending questions.
Figure 1. Before you listen activity.
Findings and Discussion
The textbook for 11th graders consists of five 
thematic units. Each of them is structured in the 
following manner:
• Learning objectives for the skills of reading, 
listening, writing, and speaking.
• Getting Ready for the Unit: This section 
introduces the topic through discussions about 
pictures and situations followed by a language-
oriented recap.
• Reading section: This section includes exercises 
for pre-, while-, and post-reading activities 
accompanied by reading strategy tips and useful 
expressions for the while- or post-reading tasks. 
This section ends with an application section in 
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which the students use the language learned in 
a writing activity.
• Listening section: This section follows the same 
structure as the previous one but ends with a 
speaking task, such as a role-play.
• Consolidation Activities: This section includes 
grammar, vocabulary, and reading activities that 
reinforce the learning objectives of the unit.
• Test your Knowledge and Self-Assessment: 
First, the test your knowledge section consists of 
five scored sub-sections with its corresponding 
activities: reading, listening, language, speaking, 
and writing. Then, a self-evaluation section 
allows students to check what the obtained 
score means.
As it can be noticed, the listening section is 
present in every unit divided in its corresponding 
three phases: before-you-listen, while-you-listen, 
and after-you-listen. Listening tasks are supposed to 
develop students’ cognitive skills and prepare them 
to become active listeners (Lund, 1990; Vandergrift, 
2007). Table 1 shows the frequency (F) of questions in 
any form (multiple-choice, open-ended, etc.) related 
to each type of comprehension. Moreover, it presents 
in percentages (%) how representative that particular 
type is of the total amount of questions in the unit.
Table 1 shows a clear lack of variety in terms of 
comprehension and the lack of scaffolding towards 
a goal. Regarding the type of comprehension of 
the questions, it is noticeable that most questions 
concentrate on literal comprehension. This ranges 
from 69.7% in Unit 5 to 100% in Unit 4. Reorganizing 
appears to be the only other type of comprehension 
pursued with relative consistency. In spite of this, its 
representativeness is far from literal comprehension. 
Personal responses are only present in Unit 2 and in 
a very low percentage. Finally, there is no demand 
for the students to infer, predict, or evaluate the 
information of the audios.
Two findings can be inferred from the previous 
table. First, the comprehension dimension of 
the listening skill seems to be reduced to the 
identification of words and sentences explicitly 
stated during the recording. This is not in line with 
what is suggested by experts who emphasize the 
importance of interacting with the information and 
moving away from specific answers that come 
from basic cognitive processes (Day & Park, 2005; 
Lund, 1990; Vandergrift, 2007). In fact, there is a 
clear lack of progression in terms of complexity 
at a cognitive level. Even though there might be 
an increasing difficulty in factors such as rate of 
delivery or the length of the recording, the type 
of comprehension being developed does not vary 
significantly as it can be appreciated in Figures 2 
and 3 which display activities from the first and last 
units respectively.
Table 1. Types of comprehension
Types of comprehension Unit 1 Unit 2 Unit 3 Unit 4 Unit 5F P F P F P F P F P
Literal comprehension 11 91.7 11 84.6 15 83.3 15 100 23 69.7
Reorganizing 1 8.3 0 0 3 16.7 0 0 10 30.3
Inference 0 0 0 0 0 0 0 0 0 0
Prediction 0 0 0 0 0 0 0 0 0 0
Evaluation 0 0 0 0 0 0 0 0 0 0
Personal response 0 0 2 15.4 0 0 0 0 0 0
Total 12 100 13 100 18 100 15 100 33 100
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Figure 2 shows a discrimination task in which 
students are supposed to circle the word they hear 
in the recording. Similarly, in the activity shown in 
Figure 3, students should complete the sentence 
with the same word they hear in the recording. 
Regarding types of comprehension, both tasks 
aim at the same level: literal comprehension. Even 
though there are different types of tasks in the text, 
there does not seem to exist much progression 
that prompts students to go from decoding to 
interpreting, evaluating, and commenting on the 
information they are presented with. From a teaching 
perspective, this weakness limits the possibilities 
students have to interact actively with the aural 
texts, so it may prove detrimental to the students 
as language learners and on their performance in 
standardized tests, such as SIMCE.
Considering the overall development of the 
students as language learners, this problem is an 
urgent matter considering students in 11th grade 
are about to graduate and they need the linguistics 
skills that will allow them to develop effectively in the 
real world. In this sense, being able to listen to share 
information, organize ideas, and evaluate what they 
hear becomes relevant (Alismail & McGuire, 2015). 
Moreover, if students are granted the possibility to 
perform as active listeners, the progress developing 
this skill can be greater and the whole learning 
experience more motivating (Muniandy, 2012). 
Developing comprehension through scaffolding 
might help students obtain higher scores in 
standardized tests, such as SIMCE.
In sum, the importance of quality textbooks 
in EFL contexts is clear. For example, Flowerdew 
and Miller (1997) have stated that the language 
included in this type of material is usually different 
from that used in the real world, which seems to 
affect the comprehension of academic lectures. 
Figure 2. Listening comprehension activity – unit 1
Figure 3. Listening comprehension activity – unit 5
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Likewise, other researchers have pointed out 
that the spoken texts used are usually completely 
scripted, an option that may result in students not 
developing the capacity to deal with real-world 
spoken language (Moradi, 2013). In a similar 
way, the present study has shed light on another 
weakness: the lack of attention to the scaffolding 
process in comprehension, which forces students to 
get used to understanding listening as a passive skill 
oriented towards the identification of specific words 
and phrases, very much in line with Gökhan-Ulum’s 
(2016) findings about reading comprehension.
Conclusions
The analysis shows that there seems to be a lack 
of awareness in the textbook about the importance 
of scaffolding in listening comprehension 
considering that it only promotes a certain type 
of comprehension while ignoring others. The 
textbook focuses only on literal comprehension, in 
other words, identifying specific information such 
as a name, a date, or a problem. Although the 
development of comprehension at a literal level is 
relevant, it is also important that students develop 
deeper levels of comprehension so that they can 
become critical thinkers and active listeners. Helping 
students interact with texts can lead to students 
understanding listening as an active process of not 
only decoding information but also of organizing, 
assessing, and responding to it. Additionally, this 
would be coherent with the way in which listening 
models account for the listening process.
It is important not to see the results of 
this analysis as negative. Instead, they can be 
understood as an opportunity for teachers to come 
up with appropriate complementary material or 
measures to accompany their students’ learning 
process. Additionally, this study may help editors 
take into consideration two important overlooked 
factors: scaffolding cognitive processes associated 
with comprehension and creating tasks that aim at 
developing different types of comprehension that 
will help the students become critical thinkers and 
active listeners. By addressing the development of 
listening comprehension in the material provided 
by the Chilean Ministry of Education, there may be 
more possibilities for students from publically funded 
schools to achieve the expected levels in the SIMCE.
It would be pertinent for future studies to do 
similar research on the development of the reading 
comprehension skill. Investigating this would help 
revise if the concept of comprehension is equally 
fuzzy and unelaborated as part of the construct 
of the reading skill as it is in the case of listening. 
Moreover, investigating the actual practices of EFL 
teachers in Chile is important. By researching what 
teachers do in the classroom, one may state with 
more precision how negative the effects of the 
textbook are on the students. In other words, if 
teachers are modifying the activities in the textbook 
to develop deeper levels of comprehension, 
the weaknesses found in this research could be 
considered less worrisome.
To sum up, textbooks are sources on which 
teachers frequently rely. In a hectic world, having 
this material may mean a huge relief for the teacher. 
Nevertheless, this material does not comply with 
current listening models proposed by experts such 
as that of Edwards (2007) and Geranpayeh and 
Taylor (2013). Consequently, teachers must be both 
aware and critical of the textbooks they are expected 
to work with. Knowing that there are weaknesses 
in the material and, specifically, the nature of 
these weaknesses, is of fundamental relevance 
for teachers. Teachers who use this and similar 
textbooks can make minor adaptations which can 
help them be more effective. For instance, teachers 
could create extra questions that aim at developing 
types of comprehension of a higher complexity, 
such as inference and evaluation questions without 
having to ignore the audio and questions they 
receive from the Ministry of Education. In addition, 
teachers should always be attentive to the manner 
in which the textbooks they use conceive of and 
develop learners’ linguistic skills in order to come 
up with simple and effective solutions, such as the 
one suggested. By addressing this issue, teachers 
may supplement this material in a way in which they 
lead the learner to see the importance of analyzing, 
evaluating, and commenting on not only written but 
also aural texts.
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